We use PISA 2009 data to determine how immigrant children in Italy and Spain compare with native students in reading and mathematics skills. Drawing on the vast empirical literature in traditional immigration countries, we test the extent to which the most well-established patterns and hypotheses of immigrant/native educational achievement gaps also apply to these new immigration countries. Findings show that both first-and secondgeneration immigrant students underperform natives in both countries. Although socioeconomic background and language skills contribute to the explanation of achievement gaps, significant differences remain within countries. While modeling socioeconomic background reduces the observed gaps to a very similar extent in the two countries, language spoken at home is more strongly associated with achievement in Italy. School-type differentiation, such as tracking in Italy and school ownership in Spain, do not reduce immigrant/native gaps, although in Italy tracking is strongly associated with students' test scores.
Introduction
The great shift of migration flows from old to new destinations in the past three decades has been one of the most striking demographic developments in recent European history. More than half the increase in the foreign population of the EU-15 1 during the past decade is concentrated in Southern European countries, namely Italy, Spain, Greece, and Portugal (OECD 2011). As a result of these novel migration patterns, a growing number of immigrant children have entered the educational systems and are coming of age in countries that had, until recently, been known as net senders of migrants and are now net receivers.
This study investigates the educational achievements of children of immigrants in the two "new" immigration countries of the Mediterranean area that have attracted the largest migration inflows: Italy and Spain. While there has been some research on the labor-market outcomes of adult immigrants in these two countries, information about the educational achievement of their children has been scarce, thus restricting the empirical basis for theoretical explanations of immigrant student achievement mainly to countries with longer immigration traditions. In this article, we aim to partially redress this shortcoming by providing a descriptive inquiry into the educational achievement gaps between natives and children of immigrants in Italy and Spain.
Beyond the novelty and the rapid growth of their migratory inflows and the similar structural features of their immigration experiences, Italy and Spain share notable similarities in the structure of their economies and labor markets and in their welfare regimes. The combination of these features makes the two countries not only very similar to each other but markedly different from old receiving countries. Whether explanations of educational achievement gaps derived from traditional immigration countries extend to these new cases remains unclear, and that is one of the reasons why this study has great value.
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Drawing upon the rich international literature on traditional receiving countries as background, we examine educational outcomes in Italy and Spain using multilevel models that allow us to partition variance in student achievement into within-school and betweenschools components. Our research advances the understanding of achievement differences between natives and children of immigrants in new immigration countries in two ways. First, after documenting how the performance of children of immigrants varies by generational status, we investigate the extent to which family socioeconomic background and language spoken at home account for these variations. Although the contribution of these two factors One major factor of differentiation is immigrant generational status. In general, the second generation (native-born children of foreign-born parents) tends to outperform the first (foreign-born children of foreign-born parents) (OECD 2006) . The explanation for this is related to the fact that second-generation immigrant children do not directly face the hurdles of migration and the difficulties of adapting to new contexts, languages, and schools. Some second-generation groups have been found to even outperform native-born students (Chiswick and DebBurman 2004) . For instance, this pattern has been observed in many Asian students in the United States (Kao and Tienda 1995; Portes, Fernandez-Kelly, and Haller 2009) as well as in Indians in the United Kingdom and Northern Europe (Heath and Brinbaum 2007; Heath, Rothon, and Kilpi 2008) . In contrast, other groups show limited progress across generations, with a well-known example in the literature being the experience of Mexican descendants in the United States (Telles and Ortiz 2008) . Whether comparable patterns take place in new immigration countries, such as Italy and Spain remains a matter of empirical investigation and underlines the importance of examining achievement differences according to generational status.
Most empirical findings point to the prominent contribution of family background in accounting for substantial parts of these educational gaps, although there are notable 5 variations across countries (Heath, Rothon, and Kilpi 2008) . Research on inequality in educational opportunities has usually employed variables like parental occupation and educational level to measure family socioeconomic background. Socioeconomic background mediates the association between migration background and educational outcomes because immigrant families tend to be concentrated in the lower social strata. However, these "traditional" factors-especially parental education-might not always work the same way for natives as for immigrants and across national-origin groups (Heath and Brinbaum 2007) .
For instance, immigrants frequently have lower occupational returns on education compared to natives, especially if they hold foreign qualifications. This is particularly true in Italy and Spain, as recently demonstrated by Bernardi, Garrido, and Miyar (2011) and Fullin and Reyneri (2011) . The strong devaluation of foreign educational credentials in these two countries might weaken the power of parental education to explain educational outcomes of the children of immigrants, underlining the need for more direct measures of family background to better capture the actual differences in the socioeconomic and cultural resources available in immigrant versus native households. Also, the specific mechanisms through which socioeconomic background relates to children's outcomes often remain elusive (Heath and Brinbaum 2007) . Socioeconomic background is associated with an ample array of other family characteristics with effects that are not easily distinguishable from one another. For instance, low socioeconomic resources are associated with weak family structures (McLanahan and Percheski 2008) and with shortages of cognitively stimulating resources at home (Lahaie 2008) .
Although measures of parental education pick up some of the cultural factors relevant for children's education, some additional cognitive factors are more specific to the children of immigrants and their families. Language represents one of the most important types of human capital possessed by immigrant families, and it is commonly indicated as a crucial 6 determinant of educational achievement (Esser 2006 Besides these individual-level factors, institutional arrangements of school systems might be relevant factors for inequality in educational opportunity. Structural characteristics of educational systems can act as "sorting machines" by differentiating the student population and thus affecting students' opportunities to learn (Hao and Pong 2008) . In particular, two of the main factors of differentiation often considered in the sociology of education are tracking and school private/public ownership (Kerckhoff 2001) . Empirical studies provide evidence that students in general tracks or a private schools often have higher achievement than those in vocational tracks or a public schools (Van de Werfhorst and Mijs 2010) . The existence of these between-school differentials might reflect the fact that the choice of school is not random. On the contrary, this choice is strongly associated with family background (Dronkers 2010 ): Offspring of upper social strata display higher propensity to enroll in better quality and higher reward schools in many countries, and Italy and Spain are no exceptions.
Following this line of argument, school-type differentiation is expected to mediate the relationship between immigrant background and educational outcomes. Children of immigrants are more likely to end up in lower-performing schools or low ability tracks because they often originate from lower social strata. Of course, not only is socioeconomic 7 background important but so too is adequate knowledge of the education system and access to information channels (Coleman 1988) , two aspects that could further negatively affect the educational decisions of immigrant families and children.
Setting the Scene: Italy and Spain in Comparison

From emigration to immigration countries
Italy and Spain have traditionally been marked by high rates of emigration. Especially in the second half of the twentieth century, Italy and Spain were source countries of the "guest worker" recruitment needed by Northern European countries. During the past two decades this situation has reversed dramatically for both countries, making them two new and important destinations of international migration flows (Castles and Miller 2003; Colombo and Sciortino 2004; Ribas-Mateos 2004) . Additional similarities between the two countries exist with respect to immigrant human capital. The two Mediterranean countries are generally characterized-relative to traditional receiving countries-by low-productivity economies, significant underground sectors, and a labor demand that is primarily oriented toward unskilled workers. These factors have attracted large numbers of labor migrants who are disproportionately concentrated in unskilled jobs with low salaries, although some-especially those from Eastern Europehold high educational qualifications (Bernardi, Garrido, and Miyar 2011; Fullin and Reyneri 2011) .
The socioeconomic condition of immigrants in these two countries might have been exacerbated by two further institutional factors: weak welfare regimes and flawed immigrantintegration policies. First, Mediterranean countries are characterized by welfare regimes that heavily rely on family resources in place of state expenditure, providing low social protection for immigrants and others whose families lack the means to fulfill this role (Ferrera 1995 The semi-private schools receive some public funding and are subject to many of the same regulations as public schools, but they may be harder for immigrant students to access (Zinovyeva, Felgueroso, and Vázquez 2008) . The empirical literature has also documented that in many countries, including Spain, students enrolled in private schools are in a relatively advantaged position compared to those enrolled in public schools, although these differentials often disappear when controlling for family background (Cebolla-Boado and Medina 2011).
Research Questions
We first examine variation in mathematical and reading literacy by students' immigrant generational status in Italy and Spain. Drawing on the empirical evidence described above, we expect that in both countries second-generation students significantly outperform first-generation ones and that both groups significantly underperform natives.
Also, we expect children of mixed parentage to perform better than first-and secondgeneration children. This group is often considered together with other children of immigrants, but we posit that having at least one native-born parent represents an advantage 11 in terms of country-specific human and social capital employable for supporting children's educational development.
Second, we investigate how much of this variation is accounted for by family background. In "old" European immigration countries, educational-achievement differences between natives and children of immigrants can largely be accounted for by differing distributions of economic resources between native and immigrant households. When turning to language spoken at home, we expect that ability in the host country's language reduces the educational achievement gaps for first-generation students and that the effect is stronger for reading competence than for math. Additionally, we expect to observe country differences in the contribution of language in explaining the immigrant/native gap because many immigrants in Spain are Latin Americans who are already fluent in Spanish.
Finally, we investigate how the main factors of differentiation within the two educational systems (tracking in Italy and public versus private schools in Spain) mediate the association between migration background and performance. Children of immigrants are more likely than natives to be enrolled in underperforming schools even net of previous achievement. This higher risk is partially explained by their relatively poorer socioeconomic conditions. Disentangling the causal effects of school types from these selection effects is 12 beyond the scope of this paper. Nonetheless, documenting how children of immigrants perform within the different segments of the two educational systems is of great importance because it sheds light on the heterogeneity of competences that students will bring to their lives after school.
Data, Variables and Analytical Strategy
Data
We use data from the Programme for International Student Assessment (PISA) collected in Italy and Spain in 2009. PISA assesses 15-year-old students' competences in three domains: reading, mathematics, and science, and it collects individual, family, and school background information through questionnaires administered to students and school officials. PISA samples are derived from a complex, two-stage stratified sampling procedure with schools serving 15-year-old students selected in the first stage and individual students selected in the second. The samples used in this article contain some missing values in our independent variables of interest, and we dealt with this through listwise deletion, removing all cases with any missing values on the variables used. 3 The only exception was language spoken at home, for which we kept the missing values as a separate category.
Dependent variables: Mathematics and reading competencies
As dependent variables we use students' performance on mathematics and reading tests. Reading literacy is defined as an individual's capacity to understand, use, and engage with written texts. Mathematical literacy is concerned with the ability of students to analyze, reason, and communicate ideas effectively as they engage mathematical problems in a variety of situations. The tests are aimed at measuring students' capabilities in different "real life"
situations. For each test, the PISA data include five plausible values of student performance derived from a model of underlying ability based on the actual scores. For each test, the values are standardized across all countries in the first year when the test is administered as a 13 major subject (the pooled OECD mean score is 500, with a standard deviation of 100), making cross-country and cross-test comparisons more meaningful.
Independent variables
We classify sampled students by immigrant generational status by combining information on students' and parents' places of birth (abroad vs. host country). We use a "strict" definition of immigrant generational status by identifying first-and second-generation immigrants as individuals with both parents born abroad. More precisely, we divide the sample into the following categories: natives (native-born children with both parents nativeborn), first generation (foreign-born children with both parents born abroad), second generation (native-born children whose parents are both foreign-born), and children of mixed parentage. We treat the mixed parentage group as a distinct category not only to avoid muddying the other two categories but also because of its quantitative relevance in the two countries. 4 We measure family socioeconomic status and the availability of educationally relevant resources at home through four variables. First, we use parental education to capture the human capital possessed within the family. This variable has been coded categorically following the International Standard Classification of Education (ISCED), and ranges from ISCED 1 to ISCED 5a/6. Second, we use the highest occupational status of parents by including the International Socioeconomic Index of Occupational Status (ISEI). Third, to further capture the availability of cognitively stimulating resources at home we include a PISA-constructed index of educationally relevant resources available at home (e.g., a place to study, a personal computer, books). Finally, we add a binary variable that allows us to adjust for variations in the family structure. The variable takes the value one for nuclear families and zero for non-nuclear family types.
14 As a proxy for Italian and Spanish language proficiency, we include language spoken at home as a dummy variable, which takes the value zero if the student declares he usually speaks the host-country language (or a national dialect) and the value one otherwise.
Considering the existence of factors of differentiation in the two education systems that might shape inequality of educational opportunity, we include a set of variables at the school level. In the first place, we include a categorical variable indicating the specific track in which the student is enrolled. In Italy this variable is coded as following: academic schools, technical schools, and vocational schools (including vocational training courses).
This variable is not included in Spain because it is a comprehensive system consisting of one integrated track for students up to age 16. Instead, we use school ownership as an indicator of horizontal differentiation of the education systems in Spain. We introduce school ownership as a dummy variable, with public schools as the reference category and semi-and fullyprivate schools together coded as one.
Finally, we further control for gender, age, region (in Italy), and the type of community in which the school is located (from rural areas up to large cities). In the models where we explore school-level factors, we additionally adjust our estimates for school socioeconomic and immigrant composition by taking the weighted average of the highest parental occupational status as well as the proportion of first-generation immigrants enrolled in each school. Differentiation in the Spanish educational system appears through enrollment differences between private and public schools. The percentage of students attending a private school is larger for native respondents (33 percent) than for mixed-parentage children (29 percent), second-generation children (24 percent) or first-generation children (almost 18 percent).
Analytical strategy
In what follows, we first analyze the average reading and mathematics skills of natives and children of immigrants. We estimate mean student achievement following the approach recommended by PISA, using the five plausible values, final sampling weights, and 80 replicate sampling weights provided with the data. The use of plausible values is aimed at capturing an unbiased and continuous measure of student proficiency from discrete exam scores, while the weights account for the sampling structure of the survey and provide design-based measures of uncertainty (OECD 2009).
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As a second step, we regress reading and mathematics scores on immigrant generational status using hierarchical linear models with levels for individual students and their schools. 5 We fit a series of model specifications, progressively adding covariates to assess how variations in family socioeconomic background, language spoken at home and school characteristics account for immigrant/native achievement gaps. We fit these models using the student-and school-level probability weights adjusted according to the approach suggested by Pfeffermann, Skinner, Holmes, Goldstein, and Rasbash (1998).
6 The first takeaway point of Figure 1 is that Italy and Spain display very similar achievement and generational patterns. Natives tend to perform better than both first-and second-generation students, while they are not distinguishable from children of mixed parentage. More precisely, first-generation students systematically underperform all other groups in Italy and Spain in both mathematics and reading. The differences compared with natives are impressively large (between three-and four-fifths of a standard deviation) and are particularly pronounced with regard to reading competences in Italy.
Results
Average competencies of natives and children of immigrants
Second-generation students' estimated means have higher uncertainty due to smaller sample size. Nonetheless, their disadvantage compared to natives is once again evident, as is their advantage relative to first-generation students. Finally, mixed-parentage students largely 18 outperform both first-and second-generation students, especially in Italy, suggesting that having at least one native-born parent serves as a buffer against low educational performance.
How do family background and language contribute to immigrant/native gaps?
After showing how average skills vary across groups, we now test, first, whether these results hold even after controlling for school random effects and, second, to what extent existing explanatory hypotheses at the individual and family levels account for the observed differences. In Figure 2 we present the parameter estimates from a sequence of three multilevel models estimated separately for each country and subject. The symbols in Figure 2 show our point estimates of the coefficients for each immigrant generation group, with native students used as the reference category. Lines show the 95 percent confidence intervals around each estimate. The first model allows for school random intercepts and incorporates immigrant generational status, age, sex, region (in Italy), and area of residence. In both countries, firstgeneration students perform systematically worse than natives, while second-generation students display a smaller gap. The size of the gap for first-generation students in Spain is 65 points for mathematics and 55 points for reading. In Italy the gap is slightly smaller and, in any case, smaller in mathematics (36 points) than in reading (44 points).
Relative to the means presented above, the models here show that in Italy the differences between first-generation students and natives are significantly smaller, while in Spain they are essentially unchanged. This suggests that through multilevel modeling we were able to account for some relevant between-school variability in students' scores. The point is also confirmed by intra-class correlation, which is much higher in Italy than in Spain (see models in Appendix). 8 These findings also suggest that school factors might be relevant for explaining the disadvantage in Italy of first-generation students, who are strongly 19 concentrated in vocational schools. We will return to this point in the next section, where we investigate the role played by school types in the two countries.
As far as second-generation students are concerned, we confirm their relative advantage over first-generation students and their disadvantage over natives. What emerges from the results presented in Figure 2 is that differences between first-and second-generation students are more pronounced in Spain than in Italy. Confirming our expectations, children of mixed parents systematically outperform children who have two foreign-born parents and perform essentially as well as natives, although a significant gap in mathematics is detected for children of mixed parentage in Spain.
Do these patterns change after modeling other predictors at the family level? Model 2 adds parental education and occupation, home possessions, and family structure to the analysis. As hypothesized, controlling for these measures of family background reduces the performance gap between natives and children of immigrants in Italy and Spain. The models in which these variables are included also have significantly lower variance at the school and individual level (see Appendix). The gap for both first-and second-generation students drops in Spain as well in Italy by roughly one-fourth. This reduction is significant only for firstgeneration students (at the 5 percent level in Spain and at the 10 percent level in Italy), while it is not significant for second-generation students, essentially because of small sample size.
Drawing on previous research on Italy and Spain that notes lower returns on education for adult immigrants in the labor market (Bernardi, Garrido, and Miyar 2011; Fullin and Reyneri 2011) , in additional models (not shown) we allowed for interactions between immigrant generational status and parental occupation and education to test whether such lower returns are transferred to their children. We did not find evidence supporting the existence of such a transfer, suggesting that children of immigrants have returns on their parents' socioeconomic backgrounds that are comparable to those of natives.
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In Italy, the contribution of family background is slightly smaller with regard to reading competences, suggesting that linguistic hindrances might operate over and beyond socioeconomic factors, especially for first-generation students. However, the statistically weaker contribution of family background in Italy is also a consequence of the fact that schools in Italy are strongly segregated by socioeconomic status. To check for this, we estimate the same models without including schools as a level and found that the contribution of family background is larger, confirming that part of the role played by family background is indeed mediated by school factors. As shown in greater detail in section 6.3, the same does not hold for Spain.
[
FIGURE 2 ABOUT HERE]
Model 3 incorporates language spoken at home. Although students who speak the host country's native language at home score significantly better on the reading test than those who do not, the estimated gaps between immigrant and native students in Model 2 cannot be distinguished from those in Model 3 given statistical uncertainty. However, if we look just at our point estimates, the inclusion of the language variable mostly improves the estimated reading performance of first generation immigrant students relative to natives. This contribution is more pronounced in Italy than in Spain, and in both countries it is negligible for mathematics. In addition it is also negligible for second-generation and mixed-parentage children in both countries.
To conclude, in the two Mediterranean countries a sizable and highly significant gap between first-generation and native students persists even after controlling for the abovementioned set of family-level variables and allowing for school random effects. Family background and language spoken at home explain about one-third of these gaps. However, 21 while their contribution is almost identical in the two countries when looking at mathematical literacy, things change when turning to reading: In Italy the contribution of language spoken at home to the relative reading literacy of children of immigrants is slightly higher. Next, after accounting for family background and language spoken at home, differences between
Italy and Spain in the gap for first-generation students in reading are no longer significant, whereas marked differences between the two countries persist in the estimated gaps in mathematics. 9 Also second-generation students consistently underperform natives in the two countries. However, the gaps for first-and second-generation operate differently in Italy than in Spain: After accounting for both socioeconomic background and language, first-and second-generation students are indistinguishable in Italy, while second-generation students in Spain maintain a significant advantage over first-generation students.
How do immigrants' performances vary across schools?
After documenting variations in student performance by immigrant generational status and exploring the contribution of family factors, in this section we shift our focus to the role played by school institutional settings. We focus on tracking and school ownership because these are the main factors of differentiation in the two countries.
To investigate this differentiation, we fit two additional multilevel models allowing for tracking in Italy and school ownership in Spain as well as their interactions with immigrant generational status. Results of these additional models (shown in the Appendix)
indicate that these school endogenous factors do not significantly affect the gap estimatesnarrowing them only slightly-and the interaction parameters are insignificant. These results are robust even after controlling for a long list of additional school-level variables like streaming between classes, schools' autonomy in resources and assessment allocation, and student-teacher ratios (additional analysis not shown), a finding that is in line with previous studies (Mantovani 2008; Zinovyeva, Felgueroso, and Vázquez 2008; Dustmann C., Frattini, 22 and Lanzara 2011). Given the different patterns of school participation of immigrants and natives within the two countries-especially in Italy, where we know that children of immigrants have a higher likelihood of enrolling in vocational schools even if they previously achieved high marks (Barban and White 2011)-we would have expected the gap to be lower in these schools than in general ones. Although the interaction parameters point in this direction, they are very small and insignificant. This might be explained partly by the fact that we control for socioeconomic background, which is the main explanatory factor of the differentiated school choices of natives and children of immigrants. 10 For the Spanish case an additional explanation might be the peculiarity of the semi-private schools noted above: We treat these as private schools in the analysis but they must comply with many of the same regulations as public schools.
Lastly, these findings do not mean that the school factors are not relevant at all. As mentioned above, intra-class correlation is particularly high in Italy, and our multilevel estimates of the gaps for first-generation students are substantially reduced compared to the simple differences between mean estimates. Moreover, this last model specification fits the data significantly better than previous models and explains a substantial part of the test score variance. Again, this is particularly true in Italy, where high school-type differentiation explains more than two-thirds of the total variance in test scores at the school level (see
This high heterogeneity is clearly shown in Figure 3 , which presents the results of a simulation where we set all individual characteristics at fixed values and let immigrant generational status and type of school vary.
[FIGURE 3 ABOUT HERE] 23 Figure 3 shows that school type differentiates natives and children of immigrants in much the same way. More precisely, tracking in Italy plays an important role in shaping students' achievement-with general schools performing at the top and vocational schools at the bottom-while no differences are found between public and private schools in Spain.
Without attaching any causal interpretation to these between-school differences, Figure 3 sheds more light on the magnitude of internal differentiation of immigrants. For instance, first-generation students attending general schools in Italy are more similar to their native
Italian classmates than to either immigrants or natives attending vocational schools.
Accordingly, we observe that the relatively advantaged position of first-generation students in
Italy compared to those in Spain seems to be driven by the outstanding performances of the former when attending general and technical schools rather than by the segregation of the latter into Spanish public schools.
Summary and Conclusion
This study investigated the educational achievement gaps between native and immigrant 15-year-old students in Italy and Spain. The two countries represent "new immigration countries" and have not yet been adequately covered by empirical research. With this paper we attempted to redress this shortcoming. We extended previous research by empirically testing the extent to which explanations widely established in old immigration countries also apply in these new immigration contexts.
Overall, our results indicate that within the two Mediterranean countries marked achievement gaps exist between natives and children of immigrants even after controlling for family and school characteristics. In line with international research, we also found a strong association between immigrant generational status and educational achievement. Secondgeneration students perform worse than natives but better than first-generation students. This confirms the importance of being raised in the host context rather than a foreign one, and of 24 thus not having to adapt to a new country and school system. However, once family background and language use are added to the models, Italy deviates from this pattern, with only a small and insignificant estimated gap between first-and second-generation students in both mathematics and reading. This suggests that not only is children's nativity status important but so too is that of their parents. When parents lack familiarity with the host education system, their children's educational prospects are negatively affected, especially in countries where family influence on scholastic outcomes is very pronounced (Dalla Zuanna, Farina, and Strozza 2009). We should consider, however, that no information on country of origin is available in the data, and this might be a particularly important factor given that there is a high proportion of North-African students in Italy's population of second generation immigrants, while its first generation is dominated by Eastern Europeans, who have higher educational outcomes (Azzolini and Barone 2012).
Mixed-parentage children were found to outperform both first-and second-generation students and are essentially indistinguishable from natives. In other words, having at least one native-born parent born is an advantage, since it often gives the student access to greater country-specific human and social capital needed to foster the educational-achievement process. These findings underline the importance of distinguishing children of mixed parentage from those with two foreign-born parents. Quite often these groups are analyzed
together, yet our findings suggest that their situations can be very different.
These generational variations are partially explained by differences in the occupational and economic integration of parents. Our findings highlight that in Spain and
Italy, family background is a strong predictor of students' achievement and reduces the immigrant/native gaps by about one-fourth. This is an expected result, given the strong segregation of adult immigrants into the lower positions of the occupational ladder in the two Southern European countries (Bernardi, Garrido, and Miyar 2011; Fullin and Reyneri 2011) .
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The contribution of family background to the explanation of immigrant/native differences in Italy and Spain is greater than in Northern European receiving countries such as Sweden, Finland, or Denmark but still lower than in traditional immigration countries like Austria, Belgium, or Germany (OECD 2010).
Students who reported speaking a foreign language at home scored significantly lower on the reading test than others, and including the language variables in the models slightly reduces the magnitude of the disadvantage of first-generation students, especially in Italy. As Regarding the organization of the education systems, our study indicates that this represents an important factor for 15-year-old students in Italy but not in Spain. In Italy the multilevel estimates of the gap for first-generation students are substantially smaller compared to the differences between simple mean estimates, suggesting that a substantial part of the gap is due to the higher concentration of immigrants in underperforming schools. As far as the specific contribution of tracking is concerned, our analysis indicates track choice is related to average student score but that immigrant/native gaps remain largely unaltered across school tracks when family background and language are modeled. Also, in Spain no significant differences are found between students attending public versus private schools after controlling for family background.
Because of the existence of different selection mechanisms for immigrants and natives into the different types of schools, we could not tackle the causes of these differences.
Neither do we examine student choices or performance beyond age 15. More research is, 2 Private schools in Italy are also a very heterogeneous group. They include entities providing regional training courses as well as schools that attract children of affluent families with low scholastic outcomes (Bertola, Checchi, and Oppedisano 2007) .
3 To partially check for biases due to missing values on some of the independent variables used in the analyses, we replicated the models with both a stepwise deletion method and by
imputing missing values and also including them as their own "missing" category for which we obtained estimates. These additional analyses did not yield substantially different results from those presented in this article.
4 The vast majority of mixed-parentage children are native born. These children are considered together with the small fraction of those who were born abroad, since they do not differ significantly.
5 We estimated all multilevel models using adaptive quadrature and maximum likelihood estimation withStata's gllamm package. This allowed us to incorporate probability weights at each level and make empirical Bayes estimates of the school random effects. As a robustness check, we also replicated all analyses without probability weights using maximum likelihood estimation and restricted maximum likelihood estimation with Stata's xtmixed function as well as R's lme4 package. The results (available on request) were consistent across all estimation methods.
6 We calculated the adjusted weights using the software described in Chantala, Blanchette, and Suchindran (2006) . We fit every model using each of the plausible values as the 33 dependent variable and then averaged the resulting parameter estimates. We did not use replicate weights, given the computational intensity of the multilevel model estimation.
7 Tables with all estimates from these models are available online at http://globalnetwork.princeton.edu/.
8 We checked that this reduction is not due to the demographic controls that are included in Model 1.
9 These between-country differences are robust even when breaking down first-generation students into different subgroups according to their age at arrival.
10 To partially prove this, we investigated immigrants' and natives' probabilities to enroll in the different tracks and school types using probit and multinomial probit models. We found that immigrants have higher odds of enrolling in lower tracks in Italy and of enrolling in public schools in Spain, but that these differences decrease and sometimes even disappear when family background and language are held constant. This additional analysis is available upon request. Note: Estimated difference in score for first generation (1G), second generation (2G), and mixed-parent students as compared to natives in models 1 (closed circles), 2 (open circles), and 3 (squares) with 95% confidence intervals (lines). Model 1 includes immigrant generational status, age, sex, region (in the case of Italy) and area of residence as covariates. Model 2 incorporates the highest parental occupation and education, home possessions, and family structure. Model 3 adds language spoken at home. All models include school random intercepts, use all five plausible values and include student and school weights. Note: Predicted score, by generational status and school type, of hypothetical male student who is 15.7 years old, speaks an official language of his country of residence, has at least one parent with a secondary education (but no parents with higher education), has a parental occupation status index of 47, has a home possession index of 0, lives in a nuclear family, and attends a town-based school in which 4% of students are first generation immigrants and the mean socio-economic index of students is 47. Symbols are predicted scores with 95% confidence intervals (lines). Models included school factors and interactions between tracking and school type and immigrant generational status. All models allow for school random intercepts, use all five plausible values and include student and school weights. 
Educational Achievement Gaps between
